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ABSTRACT OF DISSERTATION

RELATIONSHIP BETWEEN THE EMOTIONAL INTELLIGENCE OF
TEACHERS AND STUDENT ACADEMIC ACHIEVEMENT
Linda Darling-Hammond (1997) states that the classroom teacher is the
most influential variable influencing student achievement outside of the child’s
home environment. Many studies have attempted to identify the specific
attributes of teachers who are more effective than others. During the last decade,
research has shown that teachers who work to develop relationships, while
delivering relevant and rigorous instruction, demonstrate greater student
achievement.
Additional studies from the world of business tell us that those individuals
with increased levels of emotional intelligence are better leaders, managers and
salespersons, and are more frequently hired into those positions by large
corporations. They are more likely to get along with peers, be promoted and
demonstrate success when working with others. A similar relationship may exist
in the field of education between teachers who exhibit increased levels of
emotional intelligence and their students’ academic achievement.
This pilot study investigated possible relationships between the academic
performance of sixth grade math students and the emotional intelligence of their
corresponding teachers through the use of descriptive statistics. Although no
significant findings were established, the data provide a useful starting point for
future queries into this construct.
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Chapter One - Introduction
The Kentucky Educational Reform Act (KERA) of 1990 initiated sweeping
instructional mandates for change ranging from state and school district
management to the most basic level of teacher and student performance in the
classroom. KERA promoted, and in most instances, mandated the creation of
school based decision-making councils for the purpose of monitoring and
implementing initiatives designed to promote student achievement. High stakes
accountability placed massive responsibility on the shoulders of principals and
classroom teachers to demonstrate academic results.
During the past 20 years, schools and school districts have worked to
change the culture and management of their educational institutions based on
the collective professional wisdom and newly generated research-based tools
from within the Commonwealth and across the country. From district to district,
student performance has generally increased during this period. Student
achievement in math and reading at the secondary level however, continues to
lag significantly behind elementary improvement (Education Trust, 2005).
Many schools, particularly those enrolling populations of students in lower
socio-economic communities, struggle to make the same kind of instructional
gains as those schools in more affluent neighborhoods. “The National
Assessment of Educational Progress consistently reports that the average eighth
grade minority student performs at about the level of the average fourth-grade
white student” (National Center for Education Statistics, 2003). “Minority students
are found all up and down the achievement scale, of course, but too many
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remain lower down” (Barton, 2004, p.8). Educational researchers continue to look
for ways to improve student achievement.
Linda Darling-Hammond (1997) states that the classroom teacher is the
most influential variable influencing student achievement outside of the child’s
home environment. She also claims that “teacher expertise-what teachers know
and can do-affects all the core tasks of teaching… their skill in assessing their
students’ progress also depends on how deeply they understand learning, and
how well they can interpret students’ discussions and written work” (p.16).
McNulty and Quaglia (2007), in their work with the International Center for
Leadership in Education, has examined some of the most successful high
schools in the country- schools that have the challenges of poverty, mobility and
diversity but still have high rates of student success. They note that, “in addition
to the achievement gap, there is a participation gap, which is characterized by
students who feel unwelcome, disconnected and lost in our schools” (McNulty &
Quaglia, p.4). The relationship between student and teacher may be the answer
to bridging these gaps.
Today, researchers hunt for the magic bullet that enables teachers to
assess student needs and make relevant connections in order to better motivate
and instruct students within their classrooms. However, the teacher effectiveness
literature tends to focus narrowly on cognitive outcomes, with insufficient
attention placed upon broader domains associated with student morale and
social well-being, and the establishment of positive relationships with colleagues
and parents (Campbell, Kyriakides, Muijs, & Robinson, et al., 2003). The
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overreliance on nationally norm referenced testing of student cognitive/academic
ability and the antiquated stand and deliver teaching methods have failed to meet
the needs of most students. The recognition and management of emotional
intelligence (EI) by classroom teachers may be the edge necessary to make
effective and relevant connections with students of varying backgrounds and
educational expectations. Salovey, Brackett and Mayer (2007) state that
“emotional intelligence (EI) refers to the processes involved in the recognition,
use, understanding and management of one’s own and other emotional states to
solve emotion-laden problems and to regulate behavior” (p. i). Bar-On, Maree,
and Elias (2007) summarize what they call emotional-social intelligence as the
following competencies:
The ability to recognize and understand emotions and to express feelings
nondestructively; the ability to understand how others deal and relate with
them cooperatively; the ability to manage and control emotions effectively;
the ability to manage change and the emotions generated by change, and
to adapt and solve problems of a personal and interpersonal nature; and
the ability to generate positive affect and be self-motivated (p. xiv).
Research into understanding the parameters and mastery of teacher
emotional intelligence may lead to important findings about how emotional
intelligence may be used by teachers to connect with and motivate students on a
daily basis, potentially increasing student academic achievement. The definition
of emotional intelligence capacities documented by Bar-On, Maree, and Elias
and Bar-On’s related EQ-i assessment was utilized for this study.
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Statement of the Problem
School district personnel and building principals work feverishly to find,
retain and professionally develop teachers who achieve results to meet the
demands of high stakes accountability. McNulty and Quaglia (2007) note that
relationships between teachers and students matter, particularly in those schools
serving high risk populations.
Many studies over the past 20 years, particularly in business settings,
indicate that emotional intelligence can help to identify employers and employees
with affective skills capable of relating with and motivating others (Othman,
Abdullah, & Ahmad, 2008; Rozell, Pettijohn, & Parker, 2006). Butler and
Chinowsky (2006) claim that within construction organizations, emotional
intelligence traits are just as important as previously used cognitive intelligence
measures and experience to find and grow the capacity of future leaders.
These findings raise questions as to whether or not the emotional
intelligence construct can transfer to the educational environment and help
explain which teachers or prospective teacher candidates might be the most
successful impacting student outcomes and help them target growth areas. The
emotional intelligence of teachers may influence their effectiveness. If an
emotional intelligence assessment can help identify which employees maintain
affective skills capable of relating and motivating others in the business world
then the possibility exists that emotional intelligence may help educational
leaders develop teachers to excel in relating with students and motivating them
to perform in schools. The problem is that no studies have been done to identify
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whether or not differences in the emotional intelligence of teachers result in an
enhanced ability to generate meaningful relationships with students resulting in
increased academic benefits.
Purpose of the Study
The purpose of this study was to investigate the relationship between the
emotional intelligence of teachers and the achievement of the sixth grade math
students in their classrooms. Specifically, the study focused on the following
question:
What relationships exist between the measured emotional intelligence of
sixth grade math teachers and the achievement of their students?
Significance of the Study
As an exploratory investigation, this question is important to study
because it attempts to shed light on whether or not students of teachers with
varying degrees of emotional intelligence demonstrate measurable differences in
achievement scores. The current body of research does not provide any similar
or replicable studies relating to this question. An answer to this question provides
additional detail to the literature regarding teacher quality and effects and may
inform future studies.
This question also helps to identify which, if any, of the specific composite
scales or sub-domains of teacher emotional intelligence may associate to student
achievement. It is, therefore, important to identify specific components of
emotional intelligence and the individual relationships each may have with
student achievement.
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As noted previously, education professionals continue to seek answers
clarifying the effects and measures of quality teachers. If a teacher’s emotional
intelligence can be related to student academic gains, professional growth and
instructional practices may be modified and enhance teacher efficacy. Colleges
and universities could modify teacher preparation courses to include emotional
intelligence and its subdomains as part of the knowledge and skill base for new
teachers. School districts could consider utilizing emotional intelligence
assessments to inform professional development needs of pre-service teachers
and teacher interns once hired into the field.
For more experienced teachers currently practicing in the field, a
successfully articulated and measured relationship between teacher emotional
intelligence and student achievement could lead to the use of emotional
intelligence instruments to inform professional growth by identifying areas of
strength or weakness for development to improve the quality of teacher social
interactions. Hence, the goal of this study is to serve as a pilot to inform future
investigations into this possible construct.

Copyright  David Allen Rust 2014
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Chapter Two – Literature Review
A substantial body of research indicates that student achievement is
affected by meaningful and purposeful relationships between teachers and
students (Brophy & Good, 1974; Coleman, et. al., 1966; Klem & Connell, 2004;
McNulty & Quaglia, 2007), while inappropriate or negative relationships can
hinder student performance and a feeling of worth in the classroom (Brophy &
Good, 1974). The emotional intelligence research conducted over the past 20
years makes arguments for the use of emotional intelligence assessments to
identify, hire, grow and promote employees within corporate America (Carmeli &
Josman, 2006; Dearborn, 2002; Dulewicz & Higgs, 2003; Goleman, Boyatzis, &
McKee, 2001). Additional research has investigated the similar concept of
emotional labor and the employee division of labor and expectation that exists for
those individuals who interact with the public (or clients) and those who only
interact with others within the organization itself (Meier, Mastracci, & Wilson,
2006; Othman et al., 2008). However, research into the relationship between
teacher emotional intelligence and student achievement is nonexistent.
Researchers have conducted only a few relevant investigations on
emotional intelligence in the field of education during the past ten years. The
most recent and relevant studies focus on either the emotional intelligence of
students and its resulting potential relationship with achievement (Downey,
Mountstephen, Lloyd, Hansen, & Stough, 2008; Stottlemyer, 2002) or the
emotional intelligence of teachers and pre-service teachers as workers or
potential workers (Drew, 2006). There has not been, however, a single report of
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teacher emotional intelligence and any direct connection or relationship with
student achievement.
This study addresses a potentially meaningful gap in education research
when one considers the available evidence on the significance of student and
teacher relationships, the research establishing positive effects of emotional
intelligence in the corporate sector, and the scarcity of research into the
relationship between teacher emotional intelligence and student outcomes,.
This review of the literature begins with a discussion of the history of the
construct of emotional intelligence followed by an examination of emotional
intelligence as it has been utilized by corporate America. Secondly, this review
reports on the research relating teacher relationships to student success in the
classroom. Finally, it concludes by discussing the potential role of the emotional
intelligence of teachers for promoting student achievement in our schools.
History of Emotional Intelligence
Several contemporary theorists have generated models to investigate and
describe an individual’s emotional intelligence. The definition of emotional
intelligence has evolved over the course of the past 20 years due to intensive
research and reporting. The most widely known researchers, Peter Salovey of
Yale University, John D. Mayer of the University of New Hampshire, Daniel
Goleman of Harvard and Reuven Bar-On of the University of Texas, have
provided several different definitions and models of emotional intelligence, and all
trace their roots from the works of Edward Thorndike and Howard Gardner.
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Edward Thorndike, the psychologist who articulated and publicly defended
the intelligence quotient (I.Q.) in the 1920s and 1930s, “proposed that other types
of abilities existed and needed to be differentiated from general intelligence.
Thorndike’s main focus was to suggest that the understanding and perception of
one’s personal feelings, as well as those of others, was a type of intelligence
distinguishable from one’s general intelligence” (Rozell, Pettijohn, & Parker,
2006, p. 115). Thorndike proposed that social intelligence was itself an aspect of
a person’s IQ (Goleman, 1995, p. 42). However, the idea of social intelligence, its
definition, and thorough investigations were neglected for many decades.
Howard Gardner, in his 1983 book, Frames of Mind, expanded the
concept of IQ to include what he calls the Multiple Intelligences Theory. Gardner
proposes that the brain acquires knowledge and skill in different ways, through
different modes, which vary from individual to individual. His theory of multiple
intelligence includes seven domains: linguistic, musical, spatial, logicalmathematical, bodily-kinesthetic, inter and intra personal. He states that inter and
intra personal relationships form the basis for the construct of emotional
intelligence (Gardner, 1998). In 1983, Gardner opened the floodgate for the
consideration that the mind, and humans in general, learn and interact in a
multitude of ways. Like Gardner, other researchers began considering how
humans learn and demonstrate knowledge and skills. Emotional intelligence
evolved as a construct and serious investigation into its usefulness intensified
during the 1990s. This link is even more important as Gardner’s ideas relating to
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multiple intelligences continue to filter into mainstream educational thought and
classroom lesson implementation.
Emotional intelligence as a definition and construct continues to develop.
Generally, “Theorists are interested in identifying the mental processes which
involve emotional information, including appraising, expressing and regulating
emotions in self and others, and using the emotions in adaptive ways” (Finegan,
1998, p. 9). Salovey and Mayer’s original definition of “Emotional intelligence (EI)
refers to the processes involved in the recognition, use, understanding and
management of one’s own and other emotional states to solve emotion-laden
problems and to regulate behavior” (Salovey, Brackett, & Mayer, 2007, p. i).
They have since revised their own definition, stating, “Emotional
intelligence involves, [1] the ability to perceive accurately, appraise, and express
emotion; [2] the ability to access and/or generate feelings when they facilitate
thought; [3] the ability to understand emotion and emotional knowledge; and [4]
the ability to regulate emotion to promote emotional and intellectual growth”
(Salovey & Mayer, 2007, p. 35). This expanded definition from Salovey and
Mayer stretched across a void to connect the idea of intelligence with the
recognition that emotion and its regulation affects a person’s growth and
interactions with other individuals.
The first of these four dimensions is the ability to perceive, appraise and
express emotion as measured by a respondent's attention to a variety of nonverbal cues such as tone of voice, posture, and facial expressions in oneself and
others. The second dimension is the ability to use emotions to facilitate thinking
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and behavior, focusing on how emotions influence our cognitive system. This
dimension involves using intuition or “gut-feelings” to help make decisions and be
creative. The third dimension is the ability to understand and use emotional
knowledge (Mayer, Salovey, and Caruso, 2002) through an understanding of
what has led to the experience of an emotion and is an essential component of
emotional intelligence. One needs to know how emotions change and combine
over time to effectively use this emotional knowledge. The fourth dimension is the
ability to manage and regulate emotions. Individuals who are high in this
dimension are usually very calm, not impulsive, and work well under pressure.
They can typically respond to stressful situations without emotional outbursts
(Bar-On & Parker, 2000).
Bar-On, Maree, and Elias (2007) add a separate layer of understanding
and summarize what they call emotional-social intelligence as the following
competencies:
•

“The ability to recognize and understand emotions and to express feelings
nondestructively.

•

The ability to understand how others deal and relate with them
cooperatively.

•

The ability to manage and control emotions effectively.

•

The ability to manage change and the emotions generated by change,
and to adapt and solve problems of a personal and interpersonal nature.

•

The ability to generate positive affect and be self-motivated” (p. xiv).
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Reuven Bar-On claims that “people who are emotionally and socially intelligent
are able to understand and express themselves, to understand and relate well to
others, and to successfully cope with the demands of daily life” (Bar-On, 2007, p.
2). Bar-On’s model, although very similar in definition to others, seems to make
the distinction from a personal understanding and regulation to that of
implementation for management of inter and intrapersonal relationships. Bar-On
exemplifies this by adding that those scoring high in emotional intelligence are
better equipped to effectively manage change by flexibly coping with situations of
an interpersonal nature (Bar-On, 2007).
Bar-On (2007) promotes the study of social and emotional intelligence
through an educational application. He is credited with creating one of the most
commonly used instruments for measuring emotional intelligence, the EQ-i
(Brown, Bryant, & Reilly, 2006). Many studies have utilized the EQ-i to assess a
person’s intrapersonal and interpersonal competencies, stress management,
adaptability, and general mood. For the purposes of this study, the researcher
utilizes Bar-On's construct of emotional intelligence as assessed via the EQ-i.
Emotional Intelligence in the Business Sector
In 1990, Daniel Goleman (1995), the Harvard trained psychologist serving
as a science reporter for the New York Times, reported on a journal article
written by Peter Salovey and John Mayer with the coined phrase of emotional
intelligence. Goleman was so intrigued by the concept that he brought it to the
world’s attention through his own book and New York Times bestseller,
Emotional Intelligence. Within his book, Goleman (1995) “suggests that
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emotional intelligence, the skills that help people harmonize, should become
increasingly valued as a workplace asset in the years to come“ (p. 160).
Since that time, many studies have come to the forefront supporting the
application of emotional intelligence in business settings. In fact, Goleman’s
research “at nearly 200 large, global companies revealed that emotional
intelligence-especially at the highest levels of the company-is the sine qua non
for leadership. Without it, a person can have first-class training, an incisive mind,
and an endless supply of good ideas, but he still won’t make a great leader”
(Goleman, 1998, p. 2). Jack Welch, former CEO of General Electric, stated:
Finally, a misstep we've both taken is hiring a candidate who's smart and
capable but just too lacking in emotional intelligence... occasionally you
bump into a talented and competent candidate, as we did not long ago,
who's so lacking in the EQ components of humility and realness that you
can't take a chance. (Welch & Welch, 1998, p. 1)
Additional research provides support for Goleman’s claim that emotional
intelligence relates to success in business. Carmeli and Josman, in a 2006 study,
examined the relationship between emotional intelligence and two aspects of
work outcomes, task performance and two forms of organizational citizenship
behaviors, altruism and compliance. Their study, unlike many others, avoided
self-report scores by utilizing evaluator ratings of performance. They found
evidence for specific links between employee emotional intelligence and work
outcomes (Carmeli & Josman, 2006, p. 414). Specifically, the study found that
the regulation of emotions in the work place was significantly and positively
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related to the outcomes of task performance, altruism, and compliance (Carmeli
& Josman, 2006).
Businesses currently recognize the importance of emotional intelligence
competencies as they exist and are utilized on a daily basis. “Key contributors
not only possess information and ideas, but more importantly, they have the
ability to effectively utilize social networks within the organization. People want to
discuss, learn, and collaborate with them because of their ability to build on,
develop others, self-manage, listen, share information, and understand”
(Dearborn, 2002, p. 524). Giles, (as quoted in Carmeli & Josman, 2006) “found
evidence for a positive correlation between subordinates’ commitment to the
organization and their supervisors’ emotional intelligence” (p. 407).
Dulewicz and Higgs of the Henley Management College conducted a
thorough investigation into the emotional intelligence of business leaders and
board members in the United Kingdom. Dulewicz and Higgs (2003) utilized a job
competencies survey measuring both emotional intelligence (EI or EQ) and IQ
through 40 different competencies. In addition to the questionnaire, the
participants provided information about their job level, responsibilities, the
number of levels between them and their CEO, and the number of staff for whom
they were responsible. Ratings of their job performance were also included.
Multiple regressions were conducted on each of the competencies to determine
which were the most important in determining organizational advancement. The
researchers found that IQ plus EI (EQ) results in success. “It was found that the
IQ competencies accounted for 27%, quite close to Goleman’s own estimate.
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EQ accounted for over one third of the variance, 36%... of advancement”
(Dulewicz & Higgs, 2003, p. 196).
In 1996, the Rohm and Haas Company embarked on an endeavor to
create a coaching program utilizing the practice of emotional intelligence to
groom promising employees for the top 30 to 40 leadership roles in the
company. “Rohm and Haas senior executives have come to value the role of
psychology-and specifically, the role of emotions in the behavior of successful
leaders” (Wasylyshyn, Gronsky, & Haas, 2006, p. 66). The authors conducted a
survey to determine the effectiveness of the company's emotional development
program. The results indicated sustained learning and behavior change among
program participants over an extended period (Wasylyshyn et al., 2006). Daniel
Goleman (1995) sums up the emotional intelligence and business connection
with a quote from his book, Emotional Intelligence, “as Shoshona Zuboff, a
psychologist at Harvard Business School, pointed out to me, corporations have
gone through a radical revolution within this century, and with it has come a
corresponding transformation of the emotional landscape” (p. 149).
Some research indicates that identifying leadership should not be the only
use for emotional intelligence in business settings. Researchers Rozelle,
Pettijohn, and Parker (2006) investigated the impact of the emotional
intelligence of salespeople on sales performance. One hypothesis states “The
highest levels of performance will be achieved by salespeople who have [EI]
combination scores placing them in the group with the highest positive affect
and lowest negative affect group” (p. 115). The researchers argue that a
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salesperson must be able to separate himself or herself from negative results
through the self-control and self-awareness of feeling, particularly when faced
with rudeness or rejection on the job (Rozell et. al., 2006). The researchers
specifically found:
When the overall emotional intelligence scale was used as the
independent variable, it was found that those salespeople in the highest
performance category had mean emotional intelligence scores that were
significantly greater than the scores of those occupying the lowest
performance group (F = 3.62, p < 0.05). Significant results were also
found when the individual emotional intelligence factors were used as the
independent variables. (p. 116)
Emotional Intelligence and Emotional Labor
Several researchers have connected emotional intelligence to a
discussion of emotional labor and their relationships to workplace effectiveness.
Othman, Abdullah, and Ahmad (2008) discuss the fact that certain jobs in the
workplace require the display of a specific emotion to be successful and that
workers should be specifically hired and placed in positions to demonstrate this
emotional labor. “Emotional labor is the projection of feelings and emotions
needed to gain the cooperation of clients or coworkers, the ability to see
another’s side of the issue and integrate that perspective into what the
organization does” (Meier, Mastracci, & Wilson, 2006, p. 899). Othman, et. al.
(2008) contend that employees who can perceive, understand, and regulate
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emotion in self and others would be able to achieve higher performance in their
job.
Effectively, these researchers claim that jobs can be divided among those
requiring high, medium, and low emotional labor and that most professional jobs
requiring personal interaction, teamwork or public-relations necessitate high
emotional labor. Othman, el.al. (2008) argue that professional service providers
deal with specific, customized needs of clients and require the deliberate use of
EI abilities to better serve customers and achieve high career roles. For the
purpose of this study, one could argue that teachers participate in a profession
that requires high emotional labor. Acquiring and dispensing appropriate EI skills
may allow teachers to better serve students, parents and the community, who
could ultimately be portrayed as their clients.
Meier, Mastracci and Wilson (2006) examined the connection between
emotional intelligence and emotional labor through studies in the private and
public service industries. They hypothesize that employers, with greater
emotional labor expectations of their employees, will have more effective
interactions with clients, better internal relationships, and superior program
performance and add that “emotional intelligence, in Goleman’s view, is the
management of emotional labor so that it benefits the organization” (p. 899).
Importance of Teacher Quality and Building Student Relationships
From the writing of A Nation at Risk (1983) to the passage of No Child Left
Behind and the publishing of Breaking Ranks II (2004), the community,
legislators, and school administrators have come to realize the keen importance
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of having highly trained and effective teachers in every child’s classroom. In
addition, we now recognize that the importance of relationship building between
students and teachers as a variable that cannot be overlooked any longer.
McNulty and Quaglia (2007) claim that “schools across the country are
realizing that rigor and relevance develop most naturally when they are cultivated
on firm grounding in relationships …if there is not a high level of positive
relationships, students will not respond to higher expectations” (p. 3). Helm
(2007) adds that teachers with the right dispositions can be the keys to reach
students from at-risk and under-privileged environments. She further quotes a
study by Harme and Pianta which “found that students with significant behavior
problems in their early years are less likely to have problems later in school if
their teachers are sensitive to their needs and provide frequent, consistent, and
positive feedback” (p. 109). Whitfield and Klug (2004) promote the idea of
teachers as healers in the classroom and note that schools must hire and grow
teachers who can promote success for all students, including those who struggle
in traditional school settings. These statements emphasize the need for teachers
and administrators to recognize that teacher quality and effectiveness does not
lie entirely in core subject training and years of experience but also in the
application of the affective domain to reach the emotional dispositions of children
to better connect and motivate their achievement.
Andy Hargreaves (2000) claims that educators must look seriously at
students’ emotions, conditions and expectations, and learn to ‘read’ students
over time. This reading of students may help to inform teachers' decisions with
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instruction, classroom management and assessment. Those teachers who are
better able to understand their own and students’ needs may be better suited to
initiate those actions, which promote student success.
Ang (2005) conducted a study to validate the teacher-student relationship
inventory (TSRI) which she developed. While approaching her study, Ang noted
that a student's academic and behavioral adjustment may be positively
influenced by a satisfactory teacher-student relationship. Her goal was to create
a short 14-question survey administered to teachers for identifying the quality of
teacher-student relationships. She found, after conducting a multiple regression
analysis with her three TSRI factors (satisfaction, instrumental help, and conflict)
that instrumental help and conflict could predict students’ academic achievement
scores.
Findings from the present study provide additional support that positive
teacher-student relationships continue to be influential in predicting older
elementary and middle school students’ behavioral and academic
outcomes. Having a positive and satisfactory relationship with one’s
teacher and a relationship that is free from conflict and negative
exchanges is associated with lower levels of [student] anger and
aggression. Furthermore, willingness to approach the teacher for help and
to view the teacher as a resource person is predictive of academic
achievement. Absence of conflict and negative interaction within the
teacher-student relationship is also predictive of academic success (Ang,
2005, p. 70).
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These studies demonstrate that effective teacher-student relationships
promote academic performance within the classroom yet they still fail to identify
the specific competencies teachers utilize to build relationships and motivate
students. Worley, et al. (2007), provides some insight through a discussion of
teacher communication and classroom effects. Their goals were to “describe how
award-winning teachers (a) understand the ebb and flow of the classroom, (b)
use a wide repertoire of communication skills, (c) create relationships with
students, and (d) effectively manage their classroom climates” (p. 207). The
researchers found that teachers participating in their study regularly allow
spontaneity to drive instruction and that learning is at its best when students have
an opportunity to take ownership and apply the content to their own experience.
Building relationships with students remains a core principle.
“Virtually all of the teachers in this study engage students in rapport-talk,
a term coined by Deborah Tannen (1994) to describe communication of shared
experiences in order to establish interpersonal rapport” (Worley, et al., 2007, p.
220). The researchers added, “these excellent teachers were interpersonally
aware and responsive, thereby encouraging open, warm, and communicatively
confirming climates that willingly invited students’ comments, questions and
responses” (p. 220).
Emotional Intelligence and Student Achievement
Emotional intelligence, as a model for influencing student achievement, is
a construct that has not been adequately studied to date. One study investigates
the emotional intelligence of pre-service teachers and their success in student
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teaching (Drew, 2006) while an Italian study (Fabio & Palazzeschi, 2008)
considers the self-efficacy of teachers and their resulting emotional intelligence.
The goal of this review and ultimately the related pilot study is to better
understand and explore the possibility that teachers, who maintain high levels of
emotional intelligence, are better able to motivate student achievement in the
classroom. The rationale for how teacher emotional intelligence and the
corresponding subdomains may influence teacher effectiveness is described
below and summarized in Appendix B.
The following argument frames the connection between this literature
review and justification for the related study. Studies indicate that students
perform better in classrooms instructed by teachers who make relational
connections with them. Achievement increases when students know that
teachers care and demonstrate interest (McNulty & Quaglia, 2007). Studies into
emotional intelligence in the workforce indicate that employees with higher levels
of emotional intelligence and emotion regulation relate better with their peers
(Goleman, 1995), report lower levels of stress, interact better with their clients
and community (Meier, et.al., 2006), and have a higher rates of task
performance, compliance, and altruism (Carmeli & Josman, 2006). Therefore,
this study explores the possible relationship between the emotional intelligence
of a teacher, as a worker, and their students’ outcomes, such as achievement on
criterion-referenced or norm-referenced tests.
Reuvan Bar-On has not formally studied nor published reports describing
the relationships between the emotional intelligence of teachers, teacher
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characteristics or relational outcomes. However, a question can be raised about
the possible alignment of Bar-On’s emotional intelligence composite scale
subdomains and teacher characteristics. Each of the five Bar-On composite
scales may define specific teacher emotional attributes conducive to student
learning.
Composite scale one- intrapersonal relationships: a teacher who
maintains a strong intrapersonal dimension may better understand his or her own
emotional needs and triggers. Understanding this may enable the teacher to
modify appropriately his or her own emotions to address situational needs. For
example, this teacher may be less emotionally charged by student misbehavior
occurring in the classroom. The teacher may be less likely to react to a student
attempting to “push buttons” in an effort to escalate an emotional situation. Dr.
Clyde Winters (2009) quoted Dr. Robert Brooks (1996) stating:
Brooks has made it clear that a teacher’s empathy and emotional
intelligence can help that teacher work more effectively with angry and
resistant students. Understanding what a student is going through helps a
teacher to recognize the burdens many students experience at home and
at school that lead to misbehavior, and the ability to create strategies that
can make these students less angry and resistant (pg. 2).
The emotionally intelligent teacher may better identify the antagonizing
factors of a situation, be less likely to “take the bait” and capable of de-escalating
or deflecting a situation by controlling or managing emotions.
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Composite scale two of Bar-On’s emotional intelligence construct is
interpersonal relationships. This scale may define a teacher maintaining strong
interpersonal relationships who identifies the personal and group needs of
students. For example, if the teacher is aware of others’ feelings he may better
relate with students as a result. High interpersonal relationships may allow
teachers to work with parents, administrators and other teachers to grow
professionally. Student achievement may increase as a result of teachers
working collaboratively.
Composite scale three of Bar-On’s emotional intelligence construct is
stress management. As an example, teachers demonstrating high stress
management capacities may be better able to deal with the never ending
responsibilities of their role, the reactionary tendency of dealing with student
misbehavior, the weight of high stakes accountability, and parent complaints.
Successful teachers, scoring high in this category, may be less likely to react
angrily or shut down from the stress of the classroom. Teachers demonstrating
greater stress management skills may be more approachable for students and
more reflective on their work, both leading to higher student achievement.
Composite scale four of Bar-On’s emotional intelligence construct is
adaptability. Teachers performing well within the adaptability dimension may
respond better to individual student needs and learning styles. These teachers
may be better differentiators of instruction, better problem solvers and more likely
to take risks for student benefit. These teachers might cope readily with the
changing nature of schools and schedules. The students in these classrooms will
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benefit from instruction specifically related to the environment, the complex
curriculum and individual emotional needs.
Composite scale five of Bar-On’s emotional intelligence construct is
general mood. Teachers demonstrating a greater general mood may be more
optimistic and happier than their peers. Students instructed by these teachers
may be more confident and likely to take chances. These students may
demonstrate greater academic performance due to increased teacher support
and the reinforced confidence in student ability.
Researchers of emotional intelligence have begun to recognize the
potential for their studies and the connection with student achievement, although
little empirical research exists to this end.
“Few would disagree that the purpose of schools is to promote academic
skills and knowledge and to take students from one level to the next.
However, that is difficult to accomplish if the student is absent; if the
student is suspended or expelled; if the student is dropping out of school:
if the student is dealing with a death; if the student believes that life is
something that happens to him and he has no control over it…To get
these students to their next academic levels, we must meet them where
they are and give them the skills and resources to cope with stressors so
that they will then be better able to attend to academics. Without these
social/emotional skills, the stressors take over and prevent our students
from living up to their academic potential” (Salovey & Mayer, 2007, pp. 5758).
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Several studies consider emotional intelligence and its potential
connection in the classroom. For example, one study investigated the
relationship between student emotional intelligence and student achievement.
Australian researchers “examined the relationship between emotional intelligence
and scholastic achievement in Australian adolescents… and found academic
success to be satiated with higher levels of total EI, via assessment of the EI of
different academic levels [of students]” (Downey et al., 2008, p. 10). A
dissertation documented the relationship between emotional intelligence of preservice student teachers and their success in student teaching. Drew (2006), in
his study, found some evidence indicating that emotional intelligence may
eventually be a useful conceptual tool to predict student teacher performance
informing the future selection of educators.
An Italian study considered the emotional intelligence of teachers and the
relationship with self-efficacy. The researchers utilized the Bar-On EQ-i and the
Ohio State Teacher Efficacy Scale. The study did not consider student
achievement but did report on teacher efficacy and emotional intelligence. Fabio
and Palazzeschi (2008) found that “Higher emotional intelligence was linked to
higher teacher self-efficacy in the capacity to manage the classroom, motivate
and involve students, and use appropriate teaching strategies” (p. 322). This
study is important because it demonstrates that teacher effects and emotional
intelligence may have a key connection to student outcomes.
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Measuring Emotional Intelligence
One limitation of early literature on emotional intelligence is that the
definitions of the concept are vague. Emotional intelligence has been viewed as
a multi-dimensional construct, however, it is unclear which dimensions should be
included and which dimensions predict success, whether in personal
relationships, business, education, etc. Further, there is a lack of reliable and
valid measurement for the models proposed for emotional intelligence (Zeidner,
Matthews, & Roberts, 2001).
The Encyclopedia of Applied Psychology (Spielberger, 2004) suggests
there are three major conceptual models of emotional intelligence. The first is the
Salovey-Mayer model (Mayer & Salovey, 1997). This model defines the construct
as the ability to perceive, understand, manage and use emotions to facilitate
thinking, measured by an ability-based measure (Mayer & Salovey, 1997). The
second is the Goleman model (1998), which views this construct as various
competencies and skills that drive managerial performance and are measured by
multi-rater assessments (Boyatzis et al., 2001). The third conceptual model of
emotional intelligence is the Bar-On model (Bar-On 1997, 2000). This model
describes a cross-section of interrelated emotional and social competencies,
skills and facilitators that affect intelligent behavior. It is measured by self-report
within a potentially expandable multi-modal approach including interview and
multi-rater assessment (Bar-On & Handley, 2003).
Reuven Bar-On began the development of the EQ-i in 1983 by examining
various factors of effective emotional and social functioning. These factors, or
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components, were ultimately intended to contribute to an individual’s
psychological well-being. This lengthy process became known as a multi-factorial
approach and analysis. It led to the development of a very complex construct
through a multi-step process. It involved identifying several key factors related to
effective emotional and social functioning, providing operational definitions for
these factors, and constructing a psychometric instrument (inventory) and
norming and validating the instrument across cultures (Bar-On, 2004).
Several researchers have focused on developing psychometrically sound
measures to assess these relevant abilities. Mayer and colleagues (2002)
developed a performance-based measure where respondents solve emotionrelated problems. This measure, known as the Mayer-Salovey-Caruso Emotional
Intelligence Test (MSCEIT) produces a separate score for each of the four
dimensions and gives a total emotional intelligence score. The MSCEIT
instrument is deployed primarily as emotional intelligence ability measure (Day &
Carroll, 2007).
Bar-On uses a self-reported measure; the most frequently used and
readily available measure of emotional intelligence (Day & Carroll, 2007). Using
125 items, the instrument includes five scales: intrapersonal (including subscales
like recognizing and understanding one’s feelings, interpersonal (including
subscales such as empathy), adaptability (including subscales of being able to
adjust one’s emotions and behaviors to changing situations and conditions),
stress management (including subscales like resisting or delaying an impulse),
and general mood (measuring optimism and happiness) (Bar-On, 2007).
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A study leading to the use of the EQ-i investigated the emotional
intelligence of 349 pre-service teachers, examining their anger expression
through the use of the Permanent Anger Expression Style Scale and correlating
the results of the teachers' performance on the Bar-On's EQ-i (Sahin-Baltaci &
Demir, 2012). Sahin-Baltaci and Demir (2012) found that pre-service teachers
demonstrating emotional intelligence skills were better able to control their anger
in a situation rather than suppressing or reflecting it. This outcome and the use of
the EQ-i with pre-service teachers promoted its use in this exploration.
To best understand the Bar-On model of Emotional Social Intelligence,
one must understand the Emotional Quotient Inventory (the EQ-i). This has
played an important role in developing the Bar-On model. The Bar-On model is
operationalized by the EQ-i. The EQ-i is a self-report measure of emotionally and
socially intelligent behavior, which provides an estimate of emotional-social
intelligence. This measure was the first of its kind to be published by a
psychological test publisher and was also the first to be peer-reviewed in the
Buros Mental Measurement Yearbook (Plake & Impara, 1999). It is one of the
most widely used measure of emotional-social intelligence to date (Bar-On, 2004;
Perez, Petrides & Furnham, 2005) and "covers the sampling domain of trait EI
better than many other inventories" (Perez, et.al., p. 129). As a result of these
factors, it is the instrument used to assess emotional intelligence in this study.
Bar-On (2004) presents his concept of emotional and social intelligence as
a “multifactorial array of interrelated emotional, personal, and social abilities
influencing our overall ability to actively and effectively cope with daily demands
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and pressures” (p. 385). He asserts emotionally intelligent people are able to
recognize their emotions and act on them appropriately. They have a positive
self-regard, understand the way others feel, and are capable of establishing and
maintaining mutually satisfying interpersonal relationships (Bar-On, 2004).
Currently, Bar-On’s emotional intelligence model is considered one of “the
clearest and the most comprehensive to date” (McCallum & Piper, 2000, p. 125).
The Bar-On EQ-i has been translated into over twenty languages, with a
collection of normative data in more than fifteen countries and a multitude of
reliability and validity studies (Bar-On & Parker, 2000). The overall average
internal consistency coefficient (Cronbach’s alpha) is .76 across seven countries
examined at one time, which is considered high reliability (Bar-On, 2002). Testing
results also indicate the instrument is valid.
The EQ-i has been administered with various measures of cognitive
intelligence in an effort to examine the construct validity of the Bar-On model.
These cognitive measures include the Wechsler Adult Intelligence Scale, the
Progressive Raven Matrix, and the General Adult Mental Ability Scale. These
were administered to a total of 4,218 individuals in six studies (Bar-On, 2004).
The results found only minimal overlap between the EQ-i and tests of cognitive
intelligence, which was expected, given the Bar-On instrument was not designed
nor intended to assess cognitive intelligence. David Van Rooy and colleagues
also confirmed this finding and suggest that no more than 4% of the variance of
the EQ-i can be explained by cognitive intelligence (Van Rooy & Viswesvaran,
2004). These findings indicate emotional-social intelligence and cognitive
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intelligence are not strongly related and are most likely separate constructs (BarOn, 2004; Van Rooy & Viswesvaran, 2004). A comprehensive description of the
psychometric properties of the instrument and how it was developed can be
found in the Bar-On Emotional Quotient Inventory- Technical Manual and in
Glenn Geher’s book, Measuring Emotional Intelligence: Common Ground and
Controversy (2004).
Contradictory evaluations of the EQ-i do exist. One study warns against
participants possibly "faking" answers to receive elevated scores on the EQ-i. A
study conducted by Day and Carroll (2008) indicate that college-age, student
participants were able to significantly increase their scores on the EQ-i when
motivated to do so. They further added that the study did "not answer the
question of whether faking decreases the predictive validity of the EQ-i."
An additional study, comparing the use of the MSCEIT and EQ-i to predict
the emotional intelligence of prospective accountants in the corporate hiring
process concluded that neither instrument was clearly better than the other and
that both required revisions to be used for this purpose. Nicholls, Wegener, Bay
and Cook (2012) claim that potential job candidates were able to purposely alter
their scores to fit a job description and make their application appear stronger.
This review takes into account the important part played by emotional
intelligence in America’s workforce and potential for consideration in America’s
schools. Corporate executives now realize how important it is for their employees
and managers to recognize, control and manipulate emotional inputs and
outputs, especially when dealing externally with clients. Hargreves (2000), Helm
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(2007) and McNulty and Quaglia (2007) suggest that the relationships between
students and teachers matter and will likely lead to higher student achievement,
particularly for those students from at-risk backgrounds. To add to the current
literature researchers must discover whether or not a teacher’s emotional
intelligence or specific subdomain therein, can help indicate success in
motivating students to achieve at high levels. The following chapter will present
methodology, results and a discussion of possible relationships.
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Chapter Three- Research Methods
Introduction
The purpose of this study was exploratory in nature, to investigate the
relationships between the emotional intelligence composite scales and subdomain scores of teachers and the achievement of their sixth grade math
students.
This chapter provides an overview of the research methods undertaken for
this study. This includes a discussion of the design, followed by the setting and
context of the study. Information will be provided on the population sample and
sources for the data and will conclude by discussing the instruments, procedures
and data acquisition methods necessary to conduct the study.
Research Design
Exploring the question of this pilot study required the use of descriptive
statistics, particularly through the calculation and interpretation of means, ranges
and standard deviations, across individuals and groups of teachers and students.
According to Morgan, Reichert, & Harrison (2002), the most basic information,
reported as measures of central tendency, is often the most useful. This study
investigated differences in emotional intelligence of teachers and relationships
that might exist with math gain scores of their students. Students were not
randomly selected nor were different controlled, experimental treatments applied.
To consider relationships between the math achievement of students and
their teachers' measured emotional intelligence, the researcher focused on sixth
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grade, middle school, math teachers and their corresponding students in one
Midwestern school district to frame the study and report outcomes.
Research Setting and Context
This study was conducted during the 2008-2009 school year within a large
suburban, Midwestern, public school district serving residents near a major
metropolitan city. This large suburban school district will be referred to as
Cherokee County Schools for purposes of this study. According to the 2006
United States Census, the county was home to 110,000 residents, 94% of whom
were white and 3% of whom were African American. The median income of
households within the county was $56,477. The median age was 33 years old
and in 2006, 90% of people 25 years and over had at least graduated from high
school while 25% had a bachelor’s degree or higher.
Specifically, the study included teachers and students from four of the
district’s middle schools. The district serviced 18,225 students with 3,200 school
employees during the 2008-2009 school year. The district was one of the largest
school district in the state. The district maintained five middle schools with
enrollments ranging from 650 to 992 students, all with grades spanning six
through eight. According to the October 2008 district attendance data, the five
middle schools enrolled 4,036 students with 28.4% eligible for free and reduced
lunch. Within the five middle schools, 90% of students were designated as white,
and not of Hispanic descent. Ten percent of the remaining student demographic
were designated with minority status including all ethnic and racial statuses other
than that of white and non-Hispanic descent. One middle school, with an
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enrollment of 642 students and a free-reduced lunch percentage of 67% was
omitted from the study for having a significantly higher percentage of free and
reduced lunch students in addition to being the researcher’s home school.
According to the 2008-2009 district report card, available through the state
department of education, the district spent $7,568 per student and maintained a
student-teacher ratio of 17:1. The report card indicated that the district
maintained an average of 3.5 students per each of the internet-connected
computers. Classroom teachers in the district averaged 11.6 years of experience.
Twenty-two percent of teachers held Bachelor’s degrees, while 59.4% held
Master’s degrees, and 18.6% earned Rank I (30 hours past Master’s) or Doctoral
degrees.
Research Sample
Data were collected from participating sixth grade math teachers and
matched with existing student data, which were provided by the school district.
The target population of teachers included 15 sixth grade math teachers. The
study was limited to these teachers in an attempt to isolate similar data. All
middle schools in Cherokee County utilize the same Ed Performance
assessment for progress monitoring. This test was not utilized in any of the
surrounding school districts for inclusion of their math teachers. In addition, all
middle school math teachers in Cherokee County followed similar curriculum and
targeted learning outcomes. Sixth grade math teachers were specifically chosen
for several reasons. Six grade math was a departmentalized subject in Cherokee
County, meaning that students received only math instruction from their
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corresponding teacher, contrary to some elementary (grades kindergarten - fifth)
where students may receive multiple subject instruction from individual teachers.
In addition, sixth grade math, in contrast to succeeding secondary math courses
in grades seven through twelve, were more likely to heterogeneously grouped
and not leveled nor ability grouped. Finally, math as a course subject was
selected because there was less instructional influence of other teachers into the
yearly gain score earned by students. This is in contrast to student reading
achievement which could be heavily influenced by other teachers who
incorporate outside text or reading into their instruction. This would be likely in a
social studies or science classroom.
To be eligible for selection, teachers taught normally-scheduled and
departmentalized sixth grade math classes, or mainstreamed special education
math classes, which could contain students served by special education. The
classes, however, could not be scheduled as resource-only special education
classes. Of that population, eight teachers agreed to participate in the study,
seven female and one male teacher, ranging in age from 26 to 61 years old.
Table 3.1 presents teacher demographic data.
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Table 3.1
Teacher Demographics

Teachers

Gender

Age

Education
Rank

Certification

Years of
Experience

Teacher A

Female

42

2

1-8

20 +

Teacher B

Female

29

2

5-9 Math

5-10

Teacher C

Female

61

2

1-8 & Reading

20 +

Teacher D

Female

46

1

1-8

20 +

Teacher E

Female

53

2

1-8

20 +

Teacher F

Male

44

1

K-4, 5-8 Math

20 +

Teacher G

Female

26

3

5-9 Math/Science

0-5

Teacher H

Female

51

2

K-4, 5-8 Math

10-20

Two teachers in this study maintained rank one status. Teachers earn
rank one status upon completing 30 or more hours of approved college credit
hours above a master’s degree. Five teachers held rank two status which is
awarded to teachers with a master’s degree. One teacher, the least experienced,
maintained rank three status, indicating a lack of a master’s degree.
The student population from which the study sample was drawn included
1,470 sixth grade students in the Cherokee County School District. Criteria for
inclusion in this study sample were students taught (1) by participating teachers,
and (2) in departmentalized, regular education settings. This resulted in a sample
of 717 students, 355 (49.5%) of which were male and 362 (50.5%) female. Of the
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717 students, 8.5% (n = 61) were served by Individualized Education Plans
(IEPs), indicating they qualified for special education. Twenty-five (0.3%) of the
special education students were female and 36 (0.5%) were male. Additional
demographic information on students was not released or available for analysis
from the school district. Table 3.2 depicts the student sample for the study as
disaggregated by teacher.
Table 3.2
Student Demographics
Teachers

# Students

Male

Female

Special
Education

Teacher A

122

63

59

18

Teacher B

82

46

36

13

Teacher C

98

50

48

1

Teacher D

77

38

39

6

Teacher E

96

42

54

5

Teacher F

94

48

46

13

Teacher G

73

33

40

3

Teacher H

75

35

40

2

717

355

362

61

Total

Instruments and Procedures
Fifteen sixth grade math teachers were eligible and recruited to participate
in the study. More teachers were not eligible to participate due to the limits of the
math assessment utilized and specific curriculum targeted for the study. The
researcher provided teachers with an informed consent letter notifying them of
the purpose of the study and providing an active opt in (See Appendix E). The
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letter indicated any potential risks and reinforced the confidentiality of their
participation and survey results as required by the Institutional Review Board
(IRB). As noted by McMillan and Schumacher (2006), researchers should be as
open and honest with the subjects as possible. They continue by stating that,
“Informed consent is achieved by providing subjects with an explanation of the
research, an opportunity to terminate their participation, at any time with no
penalty, and full disclosure of any risks associated with the study” (p. 143).
Teachers were asked to return correspondence, including the informed
consent, if they were willing to participate. Eight teachers (53%) agreed to
participate in the study and completed the Bar-On E.Q-i emotional intelligence
assessment via an online survey called the EQ-i 125. The EQ-i 125 served as
the instrument chosen to measure the teachers' emotional intelligence.
The researcher selected the 125-item survey, located in Appendix F, in
part, as it could be completed in a timeframe consistent with a typical teacher’s
planning period and it provided a thorough evaluation of a teacher's emotional
intelligence. This research into the EQ-i 125 produced easily understood
descriptions of emotional intelligence while maintaining strong and well-vetted
validity and reliability scores along with thorough factor analyses. Mae Hapal, a
researcher in the psychology department at the Polytechnic University of the
Philippines, added, "The emotional quotient Inventory (EQ-i) is the first
scientifically validated and most widely used emotional intelligence assessment
in the world. Based on more than 20 years of research worldwide, the EQ-i
examines an individual’s social and emotional strengths and weaknesses" (n.d.,
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p. 6). The evolution of the EQ-i reaches back to 1983 and has involved multiple
iterations, based on further studies repeated internationally, involving over 4000
participants (Bar-On, 2004). Bar-On (2004) claims that the EQ-i was scientifically
developed over a 17-year period to provide objective, cross-cultural information
about a person.
The primary investigator acquired the EQ-i 125, from Multi-Health
Systems, a publisher located in North Tonawanda, New York for approximately
$26.00 per assessment, in addition to the online scoring service and the
technical manual to assist with data interpretation. Teachers received a
password and given one week to complete the survey. They were additionally
informed they would receive results from the survey, which would be kept
confidential.
The 125 survey items of the EQ-i were administered "in the form of short
sentences using a 5-point Likert scale with a textual response format ranging
from 'very seldom or not true of me' to 'very often true of me or true of me" (BarOn, 1997, p. 3). All questions address Bar-On’s construct consisting of 15
subscales grouped in five composite scales. The five composite scales of BarOn’s construct are intrapersonal relationships, interpersonal relationships, stress
management, adaptability, and general mood. The five dimensions or composite
scales are comprised of fifteen subscales (Bar-On, 2004). Appendix A presents
the subscales under each dimension and the characteristics assessed.
This study also required a reporting of student math achievement against
which to measure the teachers' emotional intelligence. In Cherokee County,
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elementary and middle school students complete an assessment (i.e. Ed
Performance test) in the fall and spring of each school year to identify
achievement gains in mathematics and reading. During the 2008-2009 school
year, gains were determined and assigned to students via the change in scale
scores achieved from one testing period to another. Students who did not
complete the assessment in either the fall or the spring were removed from the
study since no gain score could be reported.
The Scantron Corporation published the Ed Performance test as a
computer adaptive diagnostic in which students complete a mathematics and
reading assessment to measure gains over time. Teachers and school
administrators utilized the Ed Performance test to help identify students with skill
or knowledge deficits and to measure improvement in achievement after the
application of intervention or deficit reduction activities. The web-based
assessments required approximately one hour of class time for completion. Math
units or skills assessed included number and operations, algebra, measurement;
geometry, data analysis and probability, problem solving and computation skills.
Students between the grades of two and nine complete the Ed Performance
assessment two or three times per year.
Reliability and Validity of the EQ-i
Reliability and validity of the EQ-i have been established during the past
20 years of development and testing (Bar-On, 2004). The instrument’s technical
manual indicates nine types of validity studies were conducted. "They include:
content, face, factor, construct, convergent, divergent, criterion-group,
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discriminant and predictive validity....each scale and sub-scale was tested across
all of these dimensions, reinforcing the instrument’s strength" (Bar-On, 2004, 89).
The EQ-I technical manual indicates both basic types of reliability studies,
internal consistency and retest reliability, were carried out on the EQ-i. Bar-On
(2004) reports, “By examining the results of the internal consistency and retest
reliability studies, it can be concluded that the EQ-I has demonstrated more than
adequate reliability” (p. 88). Bar-On (2004) goes further, stating that those who
administer this inventory can, with confidence, rely on the accuracy of the results
received. Dawda and Hart (2000) support this assertion after conducting an
independent assessment of the EQ-i, stating that their results indicated that the
EQ-i domain and component scales had good item homogeneity and internal
consistency and that scores were not unduly affected by response styles or
biases.
The EQ-i maintained an internal consistency index and a reported
indicator of validity for each subject who completed the instrument. For all eight
teachers participating, the EQ-I reported their validity indicators were all within
the acceptable range suggesting valid responses and results that were not
unduly influenced by response style.
The EQ-i individual summary reported an inconsistency index for each
participant. According to the technical manual response inconsistency identifies
respondents who contradict their answers or respond randomly (Bar-On, 2004).
The inconsistency indicators reported for all subjects fell within the “OK” category
indicating that answers are consistent. These indicators were important as they
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helped to validate the usefulness of data presented and the reliability of the
instrument for use to measure the emotional intelligence of the teachers who
participated in this study.
Data Collection
To acquire emotional intelligence scores, the researcher contacted eligible
sixth grade math teachers in the spring of 2009, via a hard copy letter (located in
Appendix E), requesting their participation in the study. Email requests, including
the same letter were distributed on two additional occasions to secure
participation. Within a two-week period from the end of May, 2009 through the
beginning of June 2009, teachers confirmed their willingness to participate in the
study and completed the online EQ-i assessment.
Scores on the EQ-i 125 were computer-generated, and raw scores
tabulated and converted into standard scores based on a mean of 100 with a
standard deviation of 15 scale score points. Average to above average EQ
scores on the EQ-i suggests that the respondent is effective in emotional and
social functioning and the higher the score, the more positive the prediction for
effective functioning (Bar-On, 2005). Low EQ scores suggest an inability to be
effective and the possibility of existing emotional, social and/or behavioral
problems (Bar-On, 2005). Bar-On (2004) recommends the invalidation of any
score achieved on the EQ-i that is greater than two standard deviations above
the instrument mean. This equates to a scale score of 130 or greater.
A correction factor was built into the instrument to automatically adjust the
scale scores based on scores obtained from two of the instrument’s validity
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indices. These indices are Positive Impression and Negative Impression. This
important feature of the EQ-i reduces the potentially distorting effects of response
bias and therefore increases the accuracy of the results for self-reported
measures (Bar-On, 2005).
A web-accessible, five-page individual summary report was generated for
each respondent. This report provided demographic information, results including
the Total EQ, composite scales, content subscales, validity indicators, positive
impression scores, an inconsistency index and individual item responses. Each
participating teacher received a separate electronic summary report. An
anonymous copy of the summary report is located in Appendix G.
To acquire student math performance scores the researcher requested
and received Ed Performance math scores for the students taught by the
teachers participating in the study. Students completed a computerized
assessment in the fall of 2008. The Ed Performance assessment assigned scale
scores, measuring their performance. Students completed a similar assessment
in the spring of 2009 and were assigned scale scores. In addition, each student
was assigned a gain score demonstrating the level of improvement over the
course of the year by subtracting the fall scale score from the spring scale score.
During the spring and early summer of 2009, once students had
completed their post- Ed Performance assessments, the researcher contacted
principals in schools with participating teachers to request the outcomes of
students assigned to those teachers. An excel spreadsheet was requested,
omitting student names but including information about the teacher to whom they
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were assigned for sixth grade math, the student’s gender, whether or not they
received special education services and their Fall and Spring Scantron math
scale scores. The researcher redacted the scores and corresponding data of
students who failed to complete either the Fall or Spring assessment.
Data Analysis
To explore possible relationships which may exist between the emotional
intelligence of teachers and achievement of sixth grade math students, the
researcher used measures of central tendency to evaluate the five emotional
intelligence composite scales and 15 subscales as related to their students' math
achievement. Specifically, means and standard deviations were reported on the
five composite scales of emotional intelligence. The composite scales are:
intrapersonal, interpersonal, stress management, adaptability, and general mood.
The means and standard deviations were also reported for the 15
emotional intelligence subscales. The 15 subscale were self-regard, emotional
self-awareness, assertiveness, independence, self-actualization, empathy, social
responsibility, interpersonal relationship, stress tolerance, impulse control, reality
testing, flexibility, problem solving, optimism and happiness. Descriptive statistics
were utilized to disaggregate teacher scores. These and the composite scale
scores were also evaluated against teacher demographics to better understand
how different teachers rated across the emotional intelligence outcomes.
The researcher measured student math achievement utilizing the Ed
Performance assessment scores. Scores were reported as pre-test scores, posttest scores and gain scores, indicating the difference between the two. Outcomes
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were reported, per teacher, for comparison. Descriptive statistics were calculated
and considered, based on teacher demographic data and emotional intelligence
outcomes.
Role of the Researcher
The researcher performed this study as the primary and only investigator,
producing all necessary documentation, recruiting and confirming participants
and evaluating all collected data. The researcher conferred with doctoral
committee members and, on at least four occasions, with statistics advisors from
two different, local universities.
Because the primary researcher serves as a middle school principal within
the targeted school district, it was important to maintain some separation from
the teacher participants by not electing to conduct the study with his home
school. Teacher participants and students involved were in no way influenced or
evaluated by the researcher.
Limitations
As an exploratory investigation with limited resources, several limitations
to this study surfaced quickly. The limitations included its small sample size of
eight teachers. Having fewer participants within a sample typically leads to a lack
of variance. This few participants violated the assumptions for conducting
parametric investigations and interpreting or generalizing any findings. Lacking
variance and can greatly hinder the ability to find significant differences or
relationships among data reported.
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The self-reporting nature of the survey instrument may have acted as a
limiting factor as well. However, the EQ-i utilizes an inconsistency index, positive
and negative impression score, and correction scale to enhance validity. The
instrument provides these measures to help the researcher determine whether or
not the results are a realistic and accurate self-appraisal that is not overly
negative or positive. Day and Carroll (2012) refute this claim stating that
participants are able to "fake it" or significantly increase their scores on the EQ-i
when motivated to do so. In their study, students were motivated by the use of
fifty dollars to produce higher EQ scores. Then students were asked to take the
assessment again, the second time without any money to motivate their
responses. Significant score differences were achieved. The positive impression
index did not adequately identify the elevated scores.
The study could, therefore, be improved if a multi-rater scale had also
been utilized and compared with the self-reported scale results. An investigator
could accomplish this by either soliciting the survey opinions of supervisors, coworkers, or students with whom the teachers work on a regular basis. Several
other published instruments, including the EQ 360 and the EQ interview, may be
utilized for this purpose.
Another potential limitation is the possibility of many other factors
influencing student achievement gains. Classroom differences, lighting, class
length, period of the day, and after-school tutoring involving different teachers
could all be potential variables not controlled for in this study.
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A limitation exists within the sample of teachers as well. There are so
many variables that influence good teaching. It is difficult to isolate all but one.
There could potentially be one or several unseen possibilities which lead to
student achievement. One example could be the math text or program, which
was not controlled for in this study.
Finally, the Ed Performance assessments, used to measure student gains,
were administered over two days, once in the fall and again in the spring. They
may not be aligned with the teacher’s taught curriculum and like every test,
scores may be influenced by individual student motivation and personal or
environmental distractions.
This study of teacher emotional intelligence and its relationship to student
performance is a unique one. The goal of this study was to shed some light on a
potential teaching variable or variables, which principals may rely on to hire
effective teachers, to lead or interact with those teachers and to affect teacher
professional development. This exploratory study just begins to provide useful
information and data which could lead to future studies.
This study was negatively affected from the beginning by a low number of
participants. The targeted group of teachers was only 15 due to organizational
and management issues. The teacher population should have been at least two
to three times this number. With only eight teachers agreeing to participate,
accumulating generalizable results was very difficult and hence, inferential
statistics were not utilized. The cost of the EQ-i instrument, however, was a
mitigation factor which also limited the size of the targeted study population.
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The study was additionally limited by the need to maintain student
assessment to measure student achievement that would be universal across
teachers and administered in a like manner and in like testing environments.
This was not controlled for. Another potential limitation was the administration of
the study by a known and sitting principal. Due to this fact, it is likely that several
of the teachers declined to participate due to a perceived lack of confidentiality or
concern that outcomes may influence performance ratings at their own school.
Summary
This chapter provided the framework for the methods undertaken in this
investigation. The question selected indicated the researcher’s belief there may
be a connection between the emotional intelligence of sixth grade math teachers
and their students’ academic performance. This study examined potential links
through the participation of eight middle school teachers and 717 of their
students as measured by the Ed Performance assessment of math gains and the
EQ-I to measure emotional intelligence.
The next chapter will present the data accumulated and discuss possible
associations or relationships across teachers and students. The final chapter will
offer conclusions based on the data outcomes and some discussion of next steps
for future investigations.
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Chapter Four - Results
This chapter reports accumulated data and is organized to provide initial
findings based on the question of the study. In addition, data are included to
provide insight, which may later lead to additional commentary and further
considerations. Due to a lack of participating teachers (N=8) in this study, the
parametric assumptions for utilizing inferential statistical instruments was not
met. This chapter will focus on reporting the descriptive statistics.
The purpose of this study was to investigate the potential relationship
between the emotional intelligence of teachers and the achievement of the sixth
grade math students in their classrooms. Specifically, the study focused on the
following question:
What relationships exist between the measured emotional intelligence of
sixth grade math teachers and the achievement of their students?
This chapter is organized to provide the student math achievement data
and teacher emotional intelligence outcomes. These outcomes will be discussed
as an aggregate group and then disaggregated by teacher. Student math
outcomes will be discussed first and then referenced in discussion of the different
emotional intelligence measures, total EQ, composite scales and subscales. The
researcher will use descriptive statistics to inform discussion.
Measuring Student Math Achievement
To discuss the research question, the gain scores achieved by students
for each teacher participating in the study were calculated and matched with the
corresponding teacher’s emotional quotient score. Given the need for matched
pre- and post-scores to calculate overall gain scores, 47 of students who did not
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meet this criteria were omitted from the study. Table 4.1 depicts the pre-test
scale score ranges of students.
The Ed Performance fall assessment was completed by students between
August 15th and September 30th, 2008. Of the 717 students, scale scores ranged
from 1,971 to 3,137, with a group mean of 2,623.35 (SD = 160.18). According to
the national norming documentation provided for this assessment, students
scoring between 2,429 and 2,676 at the beginning of the school year fell in the
interquartile range. Students scoring 2,839 or above were considered advanced
and preformed within the top quartile of students nationally. Those performing
below 2,428 were considered at risk and in the bottom quartile nationally.
Twenty-five students of the 717 (3%) fell in the at-risk range. Forty-eight students
(6%) performed in the advanced range. The mean of this sample scored at the
high end of the nationally normed inter-quartile range.
Table 4.1 additionally depicts the central tendencies of the student pre-test
scores by teacher and summarizes totals. The table provides the number of
students taught by each teacher in addition to the minimum and maximum scores
achieved by individual students within the corresponding teachers’ classes. In
addition, the range of student scores, mean and standard deviations are noted.
Students instructed by teacher A showed the greatest range of pre-test
scores with outcomes as low as 1,971 and scores as high as 3,021, a range of
1,050 points (SD = 194.5). The average range for the group was 791.75. In
contrast, the range of student scores for teacher H was a pre-test score of 2,312
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and a high score of 2,972, for a range of 660 points. Most teachers fell within the
700 to 880 point range with standard deviations in the 140 range.
As previously noted, students who scored in the range from 2,429 and
2,676 at the beginning of the school year ranked in the inter-quartile range, which
was consistent with the study sample. The total mean scale score of 2,623.35
ranked at the upper end of the inter-quartile range.
Table 4.1
Pre-Test Scale Score Central Tendencies- Student Scores by Teacher

Teachers

No. of
Students

Minimum Maximum
Score
Score

Range

Mean

Std.
Deviation

Teacher A

122

1971

3021

1050

2608.48

194.5

Teacher B

82

2029

2903

874

2525.41

162.8

Teacher H

98

2314

3111

797

2668.84

139.1

Teacher D

77

2330

3137

807

2677.45

146.8

Teacher E

96

2157

2861

704

2594.65

141.2

Teacher F

94

2123

2883

760

2612.27

148.3

Teacher G

73

2302

2984

682

2668.23

127.7

Teacher H

75

2312

2972

660

2646.55

141.7

Total

717

1971

3137

1166

2623.35

160.1

The middle schools in Cherokee County conducted the Ed Performance
post-test between April 1st and May 15th. Of 717 students, the lowest performer
achieved a scale score of 2,181 while the highest performer achieved a score of
3267 for a range of 1086 points. The mean score for the group was 2,770.07 (SD
= 155.90).
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For the spring data points, students scoring between 2,528 and 2,798
were considered to be within the inter-quartile range. Students performing below
2,527 were considered at risk and students performing above 2,973 were
considered to be advanced, based on their nationally normed data (Scantron
Performance Series Technical Report, 2009). Similar to the pre-test data, the
group mean of 2,770.07 fell within the inter-quartile range but at the upper end.
Table 4.2 depicts the central tendencies and totals of the student post-test
scores by teacher. This includes the number of students taught by teachers in
addition to the minimum and maximum scores achieved by individual students
within their corresponding teachers’ classes. In addition, the range of student
scores, means and standard deviations are noted.
Similar to the pre-test, students instructed by teacher A showed the
greatest range of post-test scores from 2,181 to 3,127 for a range of 946,
compared to pre-test range of 1,050 scale score points (SD = 194.5 pre-test and
183.87 post-test). In contrast, students from teacher E posted a minimum posttest score of 2,429 and a high score of 3,034, with a range of 605 points. For
reference, the range for the group was 1,086 with an average range of 750.75,
both of which were smaller than the pre-test.
In terms of variance, teachers A (SD = 183.87) and B (SD = 184.37)
posted the highest standard deviations of the group. Teacher H’s students
posted the highest mean scores (2838.41) and the smallest standard deviation
(113.34). Teacher E, whose students did not score quite as high (M = 2759.49)
maintained a small standard deviation (118.16) as well. This demonstrates that
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teacher E’s and teacher H’s student gain scores were much more homogeneous
while teachers A and B scores demonstrated more variance and more
heterogeneity across their students’ performance.
Table 4.2
Post-Test Scale Score Central Tendencies- Student Scores by Teacher

Mean

Std.
Deviation

946

2748.07

183.87

3076

885

2723.79

184.37

2459

3071

612

2784.18

149.28

77

2447

3267

820

2830.68

148.88

Teacher E

96

2429

3034

605

2759.99

118.16

Teacher F

94

2311

3024

713

2745.49

140.01

Teacher G

73

2184

2988

804

2750.63

150.45

Teacher H

75

2422

3043

621

2838.41

113.34

Total

717

2181

3267

1086

2770.07

155.90

Teachers

N

Minimum Maximum Range

Teacher A

122

2181

3127

Teacher B

82

2191

Teacher C

98

Teacher D

Table 4.3 depicts the mean beginning and ending scale scores by teacher.
Overall, students earned a mean scale score gain of 146.72 points, calculated
from the difference between the mean post-test score of 2770.07 and the mean
pre-test score of 2623.35. Among the 717 students, the individual gains ranged
from 720 points of gain to a student who posted a -282 point loss from pre-test to
post-test, for a total range of 1002 points.
Of the eight who participated in the study, students taught by teachers D,
E, and H achieved the highest mean gain scores of 153.23, 165.34 and 191.86,
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respectively. Students in the classes of teachers G, C, F and B achieved the
lowest aggregate mean scale score gains of 82.4, 115.34, 133.22 and 134
respectively. Interestingly, teacher C’s mean student post-test scale score
(2784.18) ranked at the upper end of the interquartile range and her students'
pre-test mean scale score (2668.84) was one of the highest as well but only
managed to achieve 115.34 points of mean gain, well below the 146 point mean
for all students. Likewise, teacher G, the most inexperienced of the group with
less than five years of teaching experience, inherited the second highest
achieving group of students at the beginning of the year (M=2668.84). Her
students made only 82.4 points of gain, finishing the year with a mean post-test
score of 2750.63, twenty points below the mean post-test score. The table shows
the numbers of students taught by teachers.
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Table 4.3
Student Achievement Mean Scale Score Gains Per Teacher

# Students

Pre-Test
Mean Scale
Score

Post-Test
Mean Scale
Score

Mean Scale
Score Gain

Teacher A

122

2608.48

2748.07

139.59

Teacher B

82

2525.41

2659.41

134.00

Teacher C

98

2668.84

2784.18

115.34

Teacher D

77

2677.45

2830.68

153.23

Teacher E

96

2594.65

2759.99

165.34

Teacher F

94

2612.27

2745.49

133.22

Teacher G

73

2668.23

2750.63

82.40

Teacher H

75

2646.55

2838.41

191.86

Total

717

2623.35

2770.07

146.72

Teachers

Measuring Teacher Emotional Intelligence
Bar-On (2004) reported that one third of all individuals taking the EQ-i will
achieve total EQ scores between 85 and 115. The EQ-i technical report indicated
the instrument was scaled to a mean of 100 with a standard deviation of 15
points. Bar-On (2004) indicated that individuals achieving total EQ scores above
100 were considered emotionally intelligent, while those whose scores fell below
90 may need to improve emotional skills in specific areas.
Table 4.4 reports the minimum and maximum composite scale scores,
mean scores, ranges and standard deviations in addition to the same measures
for the total EQ of the eight teachers participating in the study. This table
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indicates that teachers’ total EQs ranged from 90 to 116, a range of 26 points.
The teachers (N=8) achieved a mean EQ score of 103.88 (SD = 10.68). The total
EQ provides the researcher with a starting, but broad measure of a person's
emotional intelligence (Bar-On, 2004).
The mean scores for the EQ composite scales fell within a small range of
5.12 points. This range (100.13 - 105.25) brackets the total EQ (M = 103.88) for
the group. The teachers achieved the highest scores for Intrapersonal
relationships (M = 105.25, SD = 8.00) with adaptability (M = 100.13, SD = 8.63)
being scored the lowest. Ironically, these two composite scales demonstrated the
least amount of variance, with the smallest standard deviations and the smallest
ranges of scores for this group of teachers. The range of scores for intrapersonal relationship was only 22 points and 23 points for adaptability.
Conversely, the greatest ranges and variance of scores were recorded for
interpersonal relationships (M = 104.13, SD = 15.92) with a range of 44 scale
score points and general mood (M = 105.13, SD = 15.32) with a range of 42
points.

56

Table 4.4
Total EQ and Composite Scale Descriptives

Range

Minimum

Maximum

Mean

Std.
Deviation

Intra-Personal

22

95

117

105.25

8.00

Inter-Personal

44

78

122

104.13

15.92

Stress Mgmt.

32

87

119

104.00

10.91

Adaptability

23

87

110

100.13

8.63

General Mood

42

80

122

105.13

15.32

Total EQ

26

90

116

103.88

10.68

Composite Scale

Table 4.5 depicts the adjusted EQ scores for each teacher after
completing the EQ-i 125. The table notes the total EQ score and the five
individual composite scale scores for each teacher. The EQ-i report presented a
validity comment for each participating teacher. The scores of all teachers fell
within the acceptable range, suggesting valid responses that were not unduly
influenced. In addition, the EQ-i instrument reported an inconsistency and
impression index, calculated based on survey responses. The scores presented
were adjusted by the EQ-i instrument for each teacher based on the measured
positive impression score.
Within this study, five teachers (Teacher A, B, C, E and F) received
composite scale scores at least 10 points above or below their total EQ score.
Teachers A and B both achieved total EQ scores of 90, which Bar-On would
consider to be below the mean and could be improved upon. Teacher A earned
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very consistent composite scale scores of either 94 or 95, with the exception of
inter-personal relationship (78) which was markedly lower. Teacher B's
composite scale scores ranged from 80 to 104, with three scores in the 80s
(stress management, adaptability and general mood). These teachers
demonstrate Bar-On's concern about considering only the total EQ to describe an
individual's emotional intelligence. Although they both maintain total EQ scores of
90, their composite scales draw a much different picture. Three of teacher B's
composite scale scores are more than one standard deviation from the mean
while that is only true for one of teacher A's composite scales.
Teachers G and H achieved the highest overall total EQ scores of 115 and
116, respectively. Their composite scales were very high with a distribution from
108 to 119, both extremes in the range being achieved by teacher G. Teachers E
and F both achieved high scores in general mood (122) while teacher E also
earned a 122 composite scale score in interpersonal relationships as well.
In terms of composite scale ranges, teacher H, who earned the highest
total EQ score, also had the smallest range of composite scale scores, with all
scores falling within eight points (110 - 118) of each other. Interestingly, Teacher
H's students also achieved the greatest math gains (M=191.86) as an aggregate
group. Teacher F maintained the largest range (93 -122) of composite scale
scores, measuring 29 points of difference. Teacher F's students as a group only
achieved 133.22 points of mean gain on their math assessments from fall to
spring.

58

Table 4.5
Teachers’ Total EQ and Composite Scale Scores

Teacher

Total
EQ

IntraInterpersonal personal

Stress
Manage

Adapt

General
Mood

Teacher A

90

95

78

94

94

95

Teacher B

90

96

104

87

87

80

Teacher C

107

102

117

101

105

110

Teacher D

95

103

89

97

95

90

Teacher E

110

106

122

112

94

122

Teacher F

108

108

93

111

107

122

Teacher G

115

115

112

119

109

108

Teacher H

116

117

118

111

110

114

103.88

105.25

104.13

104

100.13

105.13

Mean

E.Q. Composite Scale Relationship to Student Achievement
The following table introduces the overall mean scale score gains for the
math students, disaggregated by teacher, to provide perspective against the
individual teacher composite scale scores and the total emotional intelligence
scores of each teacher. Table 4.6 also reports the corresponding composite
scales and means for all outcomes. Note that the student math gains reported for
the entire group (M = 146.72) is the mean gain for all students (N=717) rather
than the mean calculated from the mean gains as reported by teacher. This is
necessary due to the differences in the number of students served by each
teacher.
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When evaluating these data, it was noticeable that teachers E and H, in
addition to having several of the highest composite scale scores, also taught
groups of students achieving the two greatest mean math scale scores. In
addition, one quickly sees that teacher D, whose students earned a better than
average scale score gain (M = 153.23), seemed to have lower composite scale
scores, ranging from 89 -103. Teacher C, to the contrary, with a much lower
student mean gain score of 115.34, achieved EQ composite scale scores ranging
from 101 to 117 points.
Teacher G stands out of the group. Although having one of the highest
overall EQ scores (115) and exceeding the mean by a standard deviation or
better on all but one of the composite scales (general mood), this teacher's
students achieved the least in terms of math achievement (M = 82.40). When
referring back to the teacher demographic data reported in table 3.1, one notices
that this teacher was the least experienced of the group. Teacher G taught for
the fewest number of years and achieved the least in terms of college credentials
and teacher rank. This, rather than emotional intelligence, may have exerted a
greater influence in student achievement.
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Table 4.6
Teacher EQ Composite Scale Scores and Student Achievement

Teacher

Math
Gains

Total
EQ

IntraPerson

InterPerson

Stress
Mgmt.

Adaptability

Gen.
Mood

Teacher A

139.59

90

95

78

94

94

95

Teacher B

134.00

90

96

104

87

87

80

Teacher C

115.34

107

102

117

101

105

110

Teacher D

153.23

95

103

89

97

95

90

Teacher E

165.34

110

106

122

112

94

122

Teacher F

133.22

108

108

93

111

107

122

Teacher G

82.40

115

115

112

119

109

108

Teacher H

191.86

116

117

118

111

110

114

Mean

146.72

103.88

105.25

104.13

104

100.13

105.13

Exploring EQ Sub-Scales
The researcher conducted an additional investigation, looking for
relationships between student math gains and the emotional intelligence
subscales of their corresponding teachers. This is the level of greater specificity
below the EQ composite scales. Each composite scale was divided into
subscales that are more specific descriptors of emotional intelligence. According
to Bar-On (2004), "...it is important to examine more closely the EQ composite
scales and, particularly, the EQ subscales. A high total EQ score can hide a low
score on one or more of the underlying subscales and vice versa” (p. 43). It
seemed reasonable, therefore, for this pilot study to venture into a review of the
subscales to see if any additional relationships could be recognized to inform
future researchers and investigations.
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Each of the five composite scales are divided into two to five subscales.
These are the most specific of Bar-On’s measures through the EQ-i and each
teacher had subscale scores assigned to them through the course of the online
questionnaire. The 15 subscales and their assignment to corresponding
composite scales, with brief definitions, are listed in Appendix A. In the following
tables, each of the composite scales, with their complement of subscales are
reported for teachers, along with their assigned students' math gain scores.
Table 4.7 introduces the intrapersonal subscale scores per teacher with
the corresponding teachers' student math gains. Means and standard deviations
are presented for each of the subscale scores across the group. The five
intrapersonal subscales are (1) self-regard, (2) emotional self-awareness, (3)
assertiveness, (4) independence and (5) self-actualization. Bar-On (2004)
describes a person with strong intrapersonal scores as a person who is in touch
with their feelings, feels good about themselves, who is positive in what they are
doing and is strong and confident in conveying their ideas and beliefs.
Teachers' scored varied across these subdomains. Teachers scored the
highest in self-actualization (M = 111, SD = 9.55) with the least amount of
variance among the group. In contrast, teachers scored the lowest in
independence (M = 95, SD = 14.98) with the greatest amount of variance with
scores ranging from 65 to 112 points.
The three teachers (H, E, & D) who scored the highest in self-actualization
also taught students who posted the three highest mean math gains across all
groups. Teacher H and teacher E, whose students achieved the two greatest
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mean gains of 191.86 and 165.34, respectively, also attained the highest scores
in self-actualization at 122 and 119, and were the only two teachers near or
above a standard deviation (9.55) from the mean of 111 points. Teacher D,
additionally achieved a high score of 117 in the self-actualization subscale.
Teacher D's students posted the third highest mean math gain of 153.23 points.
Interestingly, teacher G, whose students achieved the least amount of
math gain, was the only teacher in the group to earn an assertiveness score
(120) which exceeded one standard deviation (10.77) above the mean (105).
This elevated score may inform future investigations into the assertiveness
subdomain of teachers and possible relationship to student achievement.
Table 4.7
EQ Intrapersonal Subscales and Student Achievement
Math
Gains

SR

ES

AS

IN

SA

Teacher A

139.59

99

91

84

105

102

Teacher B

134.00

80

102

113

102

93

Teacher C

115.34

95

122

101

82

111

Teacher D

153.23

89

107

110

95

117

Teacher E

165.34

110

123

101

65

119

Teacher F

133.22

119

90

104

102

114

Teacher G

82.40

111

118

120

99

113

Teacher H

191.86

113

110

110

112

122

Mean

146.72

102

108

105

95

111

SD

101.96

13.45

12.96

10.77

14.98

9.55

Note. SR = self-regard; ES = emotional self-awareness; AS = assertiveness; IN = independence;
SA = self-actualization
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Table 4.8 introduces the interpersonal subscale scores of teachers and
their students' math performance. The interpersonal composite scale is
composed of the empathy, social responsibility and interpersonal relationship
subscales. The means for all three subscales were very close with similar
variance as measured by standard deviations.
Teachers demonstrated the largest range of scores in interpersonal
relationships (M = 104), extending 55 points from 72-127. This was supported by
the largest variance (SD = 17.24) of scores. Empathy (M = 102, SD = 14.46) had
a range from 77 to 116 points. The range for social responsibility (M = 104, SD =
114.24) extended from 85 to 116 points. In exploration of this composite scale, it
was difficult to identify any potential or informative trends. Teachers H and E,
whose students achieved the highest math gains, once again posted two of the
three highest scores (118 & 115) in the social responsibility subscale. Teacher G,
who achieved a social responsibility score of 116 but whose students made the
least amount of gain (M = 82.40), contradicted this outcome.
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Table 4.8
EQ Interpersonal Subscales and Student Achievement
Math
Gains

Empathy

Social
Responsibility

Interpersonal
Relationship

Teacher A

139.59

87

89

72

Teacher B

134.00

109

110

100

Teacher C

115.34

116

113

117

Teacher D

153.23

91

88

90

Teacher E

165.34

109

115

127

Teacher F

133.22

77

85

105

Teacher G

82.40

112

116

109

Teacher H

191.86

112

118

115

Mean

146.72

102

104

104

SD

101.96

14.46

14.24

17.24

Table 4.9 depicts the stress management subscales scores for teacher
and their corresponding student math achievement scores. The stress
management composite is composed of the stress tolerance and impulse control
subscales. As a group, the mean scores were similar for both, with stress
tolerance (M = 104, SD 14.93) having almost twice as much variance. Impulse
control (M = 103, SD = 8.64) had a smaller range and greater homogeneity of
scores, all falling between 94 and 105, with the exception of teacher G, who, at a
score of 123, was a significant outlier, more than two standard deviations above
the mean.
Some interesting numbers were exposed when exploring the stress
tolerance subscale. Teachers H and E, whose students achieved the highest
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math gains, also earned the highest scores in the subscale. Their scores of 118
and 120, respectively, were the only two to fall at or above one standard
deviation from the mean (M = 104, SD = 14.93). Teacher D's outcomes,
however, contradicted this statement with the third highest student achievement
scores (M = 153.23) but the next to lowest stress tolerance score (90) of the
group, nearly a full standard deviation from the group mean.
Table 4.9
EQ Stress Management Subscales and Student Achievement
Math
Gains

Stress
Tolerance

Impulse
Control

Teacher A

139.59

95

94

Teacher B

134.00

79

99

Teacher C

115.34

103

99

Teacher D

153.23

90

105

Teacher E

165.34

120

101

Teacher F

133.22

117

102

Teacher G

82.40

110

123

Teacher H

191.86

118

102

Mean

146.72

104

103

SD

101.96

14.93

8.64

Table 4.10 introduces the adaptability composite scale and the teacher
scores for its subscales of reality testing, flexibility and problem solving, along
with the students' corresponding math gains. Problem solving (M = 99) and
reality testing (M = 99) had very similar variance and homogeneity of scores with
standard deviations of 7.54 and 7.78, respectively. Teachers achieved a smaller
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mean score in flexibility (M = 94, SD = 13.03) with almost double the variance
across scores.
When exploring the subscale outcomes against student math gains per
teacher, it was difficult to identify and trends. Teacher H (111) whose students
were the highest math performers (M = 191.86) and teacher C (109), whose
students performed near the bottom (M = 115.4), earned the highest scores
achieved by teachers in problem solving, effectively contradicting each other.
Teacher E, whose students achieved the second highest math gains, scored a
91 on this subscale, which was more than one standard deviation below the
mean, additionally confusing the outcomes.
Teachers H and E, with their students' high math performance, achieved
two of the three highest score in reality testing, at 113 and 112, respectively.
Teacher G, contradicted this potential with the highest reality testing score of
113, more than one standard deviation from the mean (106) but with the lowest
overall student math gains (M = 82.40).
The teachers' performance scores on the flexibility subscale did not
provide any immediately useful insight against math performance with a range of
32 points (79-111), seemingly scattered indiscriminately across all student
achievement scores. However, it is interesting to note that the teacher mean
score for flexibility (94) was the lowest for all of the 15 subscales with
independence (95) being a close second.
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Table 4.10
EQ Adaptability Subscales and Student Achievement
Math
Gains

Reality
Testing

Flexibility

Problem
Solving

Teacher A

139.59

98

87

100

Teacher B

134.00

93

83

90

Teacher C

115.34

101

102

109

Teacher D

153.23

107

80

99

Teacher E

165.34

112

79

91

Teacher F

133.22

110

111

96

Teacher G

82.40

114

108

99

Teacher H

191.86

113

101

111

Mean

146.72

106

94

99

SD

101.96

7.78

13.03

7.54

Table 4.11 depicts the general mood composite scale and teacher
performance on its two subscales of optimism (M = 107, SD = 11.22) and
happiness (M = 104, SD = 16.98). As a group, teachers achieved nearly the
same mean scores across these subscales. Teacher scores in happiness are
spread across a larger range (74 - 120) than in optimism (92 - 122), reinforcing
its larger standard deviation.
The teacher scores for happiness did not appear to coincide in any
manner with their corresponding student achievement scores.
Teacher scores for optimism showed more promise. Teacher H and E,
whose students maintained the highest mean math gains of 191.86 and 165.34,
respectively, also posted two (118 & 117) of the three highest scores in optimism.
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Teacher F achieved a score of 122 on the optimism subscale but taught students
who failed to meet or exceed the math achievement mean score. All three of their
optimism scores approached or exceeded one standard deviation above the
mean for the group. Teacher C, whose students achieved the next to lowest
math gains, eared an optimism score of 109, which was two points above the
mean for the group and a happiness score of 112 which was eight points above
the group mean. This teacher's performance across the general mood subscales,
tended to contradict other scores and violated potential relationships.
Table 4.11
EQ General Mood Subscales and Student Achievement
Math Gains

Optimism

Happiness

Teacher A

139.59

96

97

Teacher B

134.00

92

74

Teacher C

115.34

109

112

Teacher D

153.23

98

85

Teacher E

165.34

117

122

Teacher F

133.22

122

120

Teacher G

82.40

105

111

Teacher H

191.86

118

108

Mean

146.72

107

104

SD

101.96

11.22

16.98

Summary
This exploratory investigation attempted to uncover some data useful for
initiating other studies into the possible relationships that may exist between the
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emotional intelligence of teacher and their students' corresponding achievement.
This chapter disaggregated the emotional intelligence scores of eight
participating teachers, down to the 15 individual EQ subscales. Although no
inferential statistics were utilized for this study, due to the limited number of
participants, some interesting data were produced which may further inform
future researchers interested in the pursuit of similar or related studies.
This study identified a few areas of interest based on teacher emotional
intelligence measures and the math performance of their students. When
exploring the total EQ, teachers H and E achieved two of the three highest
scores and the greatest math achievement gains. Teacher G, however had the
second highest total EQ and the lowest student achievement scores, which
seemed to defeat a possible relationship.
When exploring the EQ composite scales, either teachers E and H, whose
students made the greatest gains, posted the highest scores across all the
composite scales, except stress management. Contrary to this information was
teacher G, who earned the second highest composite scale scores in three areas
and the highest in stress management, even though her students were the
lowest performers.
An exploration of the 15 EQ subscales provided some insight. Teachers H
and E scored the highest on the stress tolerance subscale while teaching the two
groups of students who made the greatest gains. Teachers H, E and D
additionally posted the highest subscale scores in self-actualization which related
to the fact that their students achieved the three highest gains in math. Although
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these numbers are not statistically significant due to a lack of sample size and
incorporation of parametric measures, they may promote additional work into a
larger study incorporating more teachers to measure the size and strength of
possible relationships, effects, significance and generalizability.
Chapter five will summarize the research and findings of this pilot study. It
will discuss the limits of these data and make recommendations for future
research. Chapter five will also attempt to generalize the findings back into the
research and provide additional thoughts about the study of the emotional
intelligence of teacher and the possible uses in the field of education.

Copyright  David Allen Rust 2014
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Chapter Five- Discussion
Introduction
Chapter five contains four important sections. The first section
summarizes the study to provide an overview of the problem, the purpose, the
research question along with a summary of findings. The discussion section
provides literature framing the study, a narrative regarding the findings and a
synthesis of the results and recommendations for future research or examination.
The final section will conclude the chapter and provide additional thoughts.
Linda Darling-Hammond (1997) states that the classroom teacher is the
most influential variable promoting student achievement outside of the child’s
home environment. Several questions remain. What do successful teachers do
that influence and promote student achievement? What variable or variables
“make” a good teacher? Do relationships and emotional understanding really
make a difference? Can these differences be quantified or measured? Can the
successful variables be grown through professional development or mentoring?
The question driving this study is; do relationships exist between a
teacher’s emotional intelligence and the academic achievement of his or her
students? Surmising, based on previous research, that students best perform
when they have an established relationship with, or trust in a teacher, it was
hypothesized that increased student performance may relate to teachers
maintaining higher levels of emotional intelligence. Teachers with higher
emotional intelligence would, therefore, be better suited to interact with students
and peers leading to greater achievement. This, in turn, would better inform
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hiring officials and principals, and influence professional development as a
means to increase student achievement via the enhancement of a teacher's
emotional intelligence.
Summary of the Study
The purpose of this study was exploratory in nature, to investigate the
relationship between the emotional intelligence composite scales and subdomain scores of teachers and the achievement of their sixth grade math
students.
Although only an exploratory investigation into the potential connection
between a teacher’s emotional intelligence and the possible association with
student outcomes, clarity is elusive. Part of this results from the lack of teacher
participants (N=8) and the many possible, unmeasured or isolated variables,
which may be at play within or across classrooms and schools. This is always an
issue and consideration when conducting research in the social sciences.
Some interesting data did emerge, particularly in the composite scale of interpersonal relationships and the subscales of stress tolerance and selfactualization. These data were slightly skewed by some contradictory findings
but could still help to inform future investigations.
Discussion
This study into the emotional intelligence of teachers and its relationship to
student achievement is a new one, unique within the literature. No previously
published studies have attempted to understand this concept. The hypothesis
and proposed framework, connecting teacher emotional intelligence to student
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achievement (Appendix B), is based on former studies, primarily in the business
sector and teacher-student relationship/ motivation domains.
School district personnel and building principals work tirelessly to find,
retain and professionally develop teachers who achieve results to meet the
demands of high stakes accountability. Othman, et. al. (2008) contend that
“employees with the abilities to perceive, understand, and regulate emotion in
self and others and the ability to use emotion to facilitate thought and actions
would be able to achieve high performance in their job” (p. 34). Of importance to
education is the understanding of the teacher as a worker, one hopefully capable
of high performance as measured by the achievement of his or her students.
Challenging classrooms, particularly ones with students of low socioeconomic or minority backgrounds, present additional instructional concerns,
requiring teachers to utilize a specific skillset to motivate and manage learners.
McNulty and Quaglia (2007) note that relationships between teachers and
students matter, particularly in those schools servicing high risk populations.
Helm (2007) mentions a study by Harme and Pianta who found that students with
significant behavior problems are less likely to have problems if their teachers
are sensitive to their needs and provide frequent, consistent, and positive
feedback. Ang (2005) supports this, adding that positive teacher-student
relationships that are free of conflict will be predictive of student achievement.
These researchers make a general case that relationships and a teacher's affect
can influence the performance of students within their classrooms.
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In an effort to link relationships and student achievement to emotional
intelligence, one must understand the EI construct. Bar-On (2007) states that
emotionally intelligent people are better able to manage personal, social and
environmental change by coping with the immediate situation and solving
problems of an interpersonal nature. This is supported by a teacher self-efficacy
study by Fabio and Palazzeschi (2008) who found that a link existed between
teachers with higher emotional intelligence and teacher self-efficacy in the ability
to manage their classroom, and motivate students.
Study Question. The goal of this pilot study was to explore the following
question: What relationship exists between the measured emotional intelligence
of sixth grade math teachers and the achievement of their students? The focus
was to explore emotional intelligence through the five composite scales and 15
subscales demonstrated by individual sixth grade math teachers and identify
relationships or associations between their EQ and their students’ achievement.
The mean scale score gains for each teachers’ students were used to
measure student performance. Likewise, the web-based results of the Bar-On
Emotional Quotient Inventory provided the emotional intelligence scale scores.
The total EQ, five composite scale scores and 15 subdomain scores were
measured for each teacher. This study utilized all eight participating teachers’
scores for comparison and the math gain scores of their corresponding students.
The exploration into possible relationships yielded only a few meager
considerations worthy of mention. When exploring the total EQ, teachers H and E
achieved two of the three highest score and the greatest math achievement
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gains. These two teachers were both veteran female teachers, near or exceeding
twenty years of experience. Bar-On states that emotional intelligence continues
to increase well into an individual's forth decade of life. Both of these teachers
had achieved a master's degree, were certified for both elementary and middle
school math and were over 50 years of age. Any of these other factors may play
as large a part or more in their students' high math achievement.
Teacher G, however, achieved the second highest total EQ and the lowest
student achievement scores. On its face, this seems confusing. Upon further
exploration, teacher G was the least experienced of the eight, with less than four
years of teaching under her belt. She had not yet earned her master's degree
and rank two status. Additionally, she did only acquired middle school (5-9) math
certification, unlike teachers E and H who also maintained and extra elementary
certification. How that matters is undetermined by this pilot study. Nevertheless,
there are definitely other variables interacting with these data.
A further exploration into the 15 EQ subscales provided additional
information worth pursuing. Teachers H, E and D achieved the highest subscale
scores in self-actualization. This is important to note as their students, likewise,
achieved the three highest mean gains in math. Teachers H and E scored the
highest on the stress tolerance subscale while teaching the two groups of
students who made the highest gains. This review will continue with a discussion
of the possible relationship connections between teaching and the selfactualization and stress tolerance subdomains for consideration by researchers
for future investigations.
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Self-actualization. Intrapersonal relationship is a composite scale, which
also contains the self-actualization subscale. Bar-On (2004) describes a person
with a strong intrapersonal score as a person who is in touch with their feelings,
feels good about themselves, who is positive in what they are doing and is strong
and confident in conveying their ideas and beliefs. Like in business, particularly in
sales and marketing, self-confidence and a positive affect may promote success
in classrooms. How many students have languished in a negative, boring
classroom or been instructed by teachers who lacked the emotion or passion to
engage student in healthy conversation or investigation of course content?
Andrew Martin of the University of Western Sydney, Australia, conducted
a study in which he utilized his Student Motivation and Engagement Scale to
measure 10 facets of motivation and engagement amongst a sample of 1019
teachers. Martin (2006) hypothesized confident teachers are more likely to
engage in pedagogy that is positive, proactive and solution-focused. He found
that a strong correlation existed between the adaptive behavioral dimension of
student planning and teachers’ confidence in teaching (p.73). Martin (2006) also
found an additional correlation between student mastery orientation and
teachers’ enjoyment of teaching.
How many students have deviated from the instruction or classroom
management of a substitute or novice teacher due to a lack of confidence or selfrecognition of goal and process? Self-actualization, which falls within this
composite scale, is described by Bar-On (2004) as a subscale whose high
scores are obtained by individuals who are able to realize their potential and who
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become involved in pursuits that lead to meaningful, rich, and full lives. These
people have a good idea of where they are going and why (p.45).
Stress tolerance. Bar-On (2004) describes people scoring high in stress
management as those who are able to withstand stress without falling apart or
losing control. They are generally calm, rarely impulsive and work well under
pressure. He says they can often handle tasks that are stressful or anxiety
provoking.
One only needs to Google the term "stressful occupation" or spend ten
minutes in school's teacher's lounge or at a teacher team meeting to recognize
the fact that teaching is difficult and emotionally draining. Principals and parents
want teachers who are able to handle the constant day-to-day pressures of their
responsibilities while maintaining a positive affect and purposefully addressing
student needs to promote achievement. Carmeli and Josman (2006) found that
the regulation of emotions in the workplace was significantly and positively
related to the outcomes of task performance, altruism, and compliance. This
reinforces that teachers demonstrating elevated EQ subscale scores in stress
management may be the best suited to manage the rigors of today's classrooms
and exhibit elevated task performance.
Teachers must frequently deal with stressors related to student
misbehavior, parent attacks and pressure from supervisors to increase student
performance. Salovey and Mayer (2007) claim, "To get these students to their
next academic levels, we must meet them where they are....[and] without these
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social/emotional skills, the stressors will take over and prevent our students from
living up to their academic potential" (pp. 57-58).
A study conducted by Rozelle, Pettijohn and Parker (2006) found that
salespersons in the highest performance group maintain significantly higher
emotional intelligence scores than those in the lowest performance group (p.
116). Othman, et.al., (2008), contend that "employees with the abilities to
perceive, understand and regulate emotion in self and others and the ability to
use emotion to facilitate thought and action would be able to achieve high
performance in their job" (p. 34). These statements strongly support the
possibility of association between teaching outcomes and the need to manage
stress tolerance, as possible measured by the EQ-i or another emotional
intelligence instrument.
Upon further analysis of the results, two conclusions could be interpreted.
One may consider this an adequate exploratory investigation, finding small
incidents of data that may lead to further investigations of potential relationships
existing between the emotional intelligence of teachers and student achievement.
However, one may alternatively consider that the small population of teachers
participating and often contradictory information difficult to inform any future
directions for study. Due to the lack of statistical significance from this study,
generalization to the scientific field and a further discussion of relevant literature
is unnecessary.

79

Recommendations
This pilot study does provide some worthwhile data, worthy of further
investigation. These data, through the measure of central tendency, indicate that
there is a possibility of relationship between teacher emotional intelligence
scores and student achievement, at least in terms of self-actualization and stress
management. If, in fact, these measures of the emotional intelligence of teachers
could be later correlated with student achievement and can be generalized to
larger populations of teachers and students, across other grades and curricular
disciplines, teacher growth and instructional practices would likely be influenced.
Regardless of a teacher's emotional intelligence subscales scores, Goleman
(1995) contends that emotional intelligence can be learned and improved upon.
His contention therefore implies that teachers, regardless of their level of
emotional intelligence, can learn to be more emotionally intelligent which may,
upon further study, provide insight into student learning.
More study is certainly needed to determine whether or not the emotional
intelligence of teachers correlates to student achievement and is worthy of
generalization. More research is recommended to ascertain how the emotional
intelligence subscales would compare across teachers of differing levels of
experience, personal demographics and training. Future researchers should
recruit a larger sample of participants. A larger sample should generate enough
variance and statistical power to increase the likelihood of producing data
capable of statistical significance. Eight participants from an initial pool of 15 is
not large enough to achieve this goal.
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In addition to a quantitative research design, a future investigator may
consider a mixed method approach or qualitative approach to better understand
and describe a teacher's emotional intelligence, as defined in the literature, and
apply those understandings to measured student outcomes. An additional
instrument such as the EQ-360 or EQ Interview could provide a researcher with
emotional intelligence information beyond a self-rater format. A qualitative
component may assist in data analysis, helping to provide a descriptive narrative
to the scores produced by the EQ-i or similar instrument.
Conclusion
The study of teacher emotional intelligence is very new and this study
exploring its relationship to student achievement has no predecessor. New
performance criteria in schools currently hold teachers to higher standards than
ever before. Many states, in competition for federal Race to the Top funding
dollars, are building school accountability models incorporating student
achievement/ growth and are tied back to an individual teacher. Teacher
evaluation processes are changing nationwide. Educators have come to a place
in time when research must answer questions about the specific attributes of
successful teachers and how those attributes correlate with student outcomes.
The question posed through this study facilitated an inquiry into emotional
intelligence as a possible indicator, which may be later leveraged by schools and
school districts to affect student achievement.
Additional study is recommended. Emotional intelligence, as a construct,
has the promise to provide meaningful answers about the successful working
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relationships between teachers and students in a classroom. Interpersonal
relationship management, self-actualization and stress management capacities
may someday prove to be significant measures and indicators of teacher
potential, as could many others. However, additional research is required and
recommended.
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Appendix A
Bar-On's Emotional Intelligence Scales and Subscales
E.Q. Scales and Subscales
Intrapersonal
Self-Regard

Characteristic
Self-awareness and self-expression:
To accurately perceive, understand and accept oneself.

Emotional Self-Awareness
Assertiveness

To be aware of and understand one’s emotions.
To effectively and constructively express one’s feelings

Independence

To be self-reliant and free of emotional dependency on others.

Self-Actualization

To strive to achieve personal goals and actualize one’s potential.

Interpersonal
Empathy
83

Social Responsibility

Social awareness and interpersonal relationship:
To be aware of and understand how others feel.
To identify with one’s social group and cooperate with others.

Interpersonal Relationship
Stress Management
Stress Tolerance

To establish mutually satisfying relationships and relate well with others.
Emotional management and regulation:
To effectively and constructively manage emotions.

Impulse Control
Adaptability
Reality-Testing

To effectively and constructively control emotions.
Change management:
To objectively validate one’s feelings and thinking with external reality.

Flexibility
Problem-Solving
General Mood
Optimism
Happiness

To adapt and adjust one’s feelings and thinking to new situations.
To effectively solve problems of a personal and interpersonal nature.
Self-motivation:
To be positive and look at the brighter side of life.
To feel content with oneself, others and life in general.

Appendix B
Hypothesized Teacher EI and Student Achievement Logic Chart
E.I. Domains

Potential Teacher Effects

Potential Student Outcomes

Intrapersonal
Relationships

Teachers can better
recognize and regulate their
own emotional responses.

This teacher will be less likely to
personalize the student baggage
or misbehavior occurring in the
classroom. The confident teacher
may be more independent and
self-motivated to work in student
best interests.

Interpersonal
Relationships

Teachers can better relate
with parents, colleagues
and students to meet
student needs.

The teacher is aware of others’
feelings and can better motivate
student as a result. Student
achievement will increase
because of teachers working
effective and collaboratively.

Stress
Management

Teachers exhibiting low
stress can better deal with
reform initiatives, high
stakes accountability and
student misbehavior.

Teachers demonstrating greater
stress management skills may be
more approachable for students
and more reflective of their work,
both leading to achievement.

Adaptability

Teachers can modify
instruction to better deal
with students who have
different learning needs.
Teachers are more likely to
thrive in the complex
classroom environment.

The students in these classrooms
will benefit from instruction
specifically related to the
environment, the complex
curriculum and individual
emotional needs.

General Mood

Teachers are generally
happier and better able to
recognize the importance of
their jobs and impact on
students. Teachers are
more optimistic about
student capacity for learning
and success.

Students of these teachers may
be more confident and likely to
take chances. These students
may be more motivated and
expect to perform better due to
increased teacher support and
confidence in student ability.
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Appendix C
IRB documents supporting investigation.
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Appendix D
School district letter permitting study to be conducted.
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Appendix E
Letter to sixth grade math teacher requesting their participation in the study.

January 25, 2009

Dear Teacher,
As a sixth grade mathematics teacher in the Cherokee County School District,
your assistance is requested for the completion of a survey to measure your
emotional intelligence for use in a research project I am conducting for my
doctoral dissertation. The purpose of this study is to compare the student
achievement results of students instructed by teachers with high Emotional
Intelligence to the student achievement results of students instructed by teachers
with low Emotional Intelligence. By doing this study, we hope to learn if there is a
significant impact on student achievement results in classrooms by teachers with
high or low emotional intelligence.
The online survey, called the EQ-i will take approximately 30 minutes to complete
125 items. Both the school district and your principal have approved your
participation in this study. The results of your survey will remain confidential.
They will not be shared with the school district nor your supervisor and/or
principal. Results of your online survey will, however, be made available to you
personally upon completion. As with any credible educational research, you
have the right to refuse participation in this research.
Please respond to David Rust by phone or by email if you are willing to
participate.
Sincerely,
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Appendix F
EQ-I 125 – Emotional intelligence instrument
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Appendix G
EQ-I Individual Summary Report for Teachers
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